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ABSTRACT

The three-fold purpose in this paper is to I) examine aspects of

the relationship between certain features of the school work situation
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administrators, and (3) examine the implications of these ideas for the
preparation o, educational administrators, particularly school
principals. The paper concludes with a summary of the major ideas and a

set of tentative propositions regarding the preparation of effective
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Moral Imagination, Interpersonal Competence,

and the Work of School Administrators1

by

William Greenfield

Louisiana State University

Introduction

The three-fold purpose in this paper is to (I) examine aspects of

the relationship between certain features of the school work situation

and personal qualities of school adminstrators, (2) briefly discuss

formal and informal role socialization processes and outcomes and their

relationship to preparing individuals to work effectively as school

administrators, and (3) examine the implications of these ideas for the

preparation of educational administrators particularly school

principals. The paper concludes with a summary of the major ideas and a

set of tentative propositions regarding the preparation of effective

school principals.

Three central assumptions underly the ideas to be discussed.

First, one's effectiveness in a work role, such as that of school

principal, is primarily a function of the degree of match or "fit"

between personal qualities of the individual and the demands of the work

situation itself. If there is a close "fit" then one is likely to be

effective in a given work role. Second, the school work setting is a

normatively complex and highly ambiguous social situation characterized

by multiple and frequently conflicting standards of goodness; these

standards are maintained or changed primarily through interpersonal

I. A paper given at the American Educational Research Assoication
annual meeting in San Francisco, CA, April 16-20, 1986.
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interactions among participants in the situation. Third, the school

work situation reflects a social order negotiated within a complex set

of professional organizational cultural, and environmental constraints

and opportunities, and is always subject to renegotiation; thus it is a

"temporary" order in that it is highly susceptible to internal and

external threats to stability.

There are other assumptions, _f course, but these three are

fundamental and serve to guide the discussion in this paper. The ideas

expressed here are offered in a speculative vein in an effort to

reconceptualize the way we think about the work of school principals,

and about efforts to enhance their effectiveness on the job,

particularly as it relates to the improvement of instruction in schools.

Where Are We?

The current "image" of principal effectiveness is one entwined with

the idea of instructional leadership, the assumption being that schools

will be more effective to the extent that the school principal

emphasizes the importance of academic achievement and provides teachers

with instructional supports (Edmonds, 1982; Achilles, 1986). This

concept of instructional leadership is a very narrow view of the work of

school principals, particularly to the extent that it suggests that

working directly with teachers is what effective p- ncipals actually do.

The question that is not being asked is "Why do school principals

spend their time as they do?" Prescriptions calling for principals to

be instructional leaders confound the issue-by implying that the way

they do spend their time is inappropriate. The thesis advanced in this

paper is that principals are doing their work as they know it must be

done, given the demands of the work situation. The framework developed



in this paper is intendedto be responsive to vrivhat nrpl ct

do, rather than to prescribe what they should Dela

The literature is pretty clear about what pfccrir,--

work and indicates that mst school principals

directly supervising or observing teachers

McIntyre, 1978; Byrne et al, 1978; Wolcot-

Blumberg & Greenfield, 1980 & 1986; Morris

1983; Dwyer et al, 1983; Goldhammer et al, 17:191

tin c' tromns

Martin and Willower, 198100er et al, 1985:

Basic conclusions that cn be derived from thease

1y

) at

time

on &

1978;

; Loolie et al,

.,ccifield, 1982;

andothers).

and other studies is

that a principal's work is largely social in clirtaracter, occurs outside

of classrooms, and involves a lot of verbal, flface-to-face interaction

with multiple actors on the school scene. For example, one went set

of studies indicates thatthe vast majority of tithe work activity of the

elementary principal involves zarlEuattaa wl -ith teachers, students,

supervisors, other actors th the school, and OHO parents and various

persons and groups external to the school; trine second largmt work

activity includes monitoring reviewing, watch-gin-- being present, and

assessing (without any iranded formal evaluationgi) what is occiwring vis

a vis work structures, student and staff relationsis, plant and eyipment,

and safety and order COMM (Dwyer et al, : 1985). These recent-1.Y

completed in-depth studiesof seven principals ani-t work by Dwyer and his

colleagues indicate that mre than 60% of at) elementary principal's

behavior is focused on the routine activities - of communicating and

monitoring, and that theseat best are only inclir: ctly (but imp,tantly)

related to instruction.
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In short, reforms which call for principals to work more closely

and directly with teachers on instructional matters is somewhat

misleading and based upon a normative rather than an empirical

conception of the work of principals. Principals who interpret that

call to mean that they should spend more time working directly with

teachers are likely to frustrate themselves and, indeed, may do their

staffs and the children they serve a real disservice (Deal, 1986).

There is much that a school principal must do in order to administer a

school well, and relatively little of that is related directly to

working with teachers in classrooms. What the schoc6 principal spends

most of his/her time doing is what might be called responding to

"situational imperatives" -- events and activities that demand immediate

attention -- which if not attended to have a high potential to threaten

the stability of the school situation (including the capacity of

teachers to teach and the opportunities for youngsters to learn).

The concept of instructional leadership is not only misleading, it

is ambiguous and reveals little about the work of principalt or what is

required of principals in order to be effective in the school situation.

As suggested earlier, being effective as a principal requires responding

appropriately to the demands of the school situation. Understanding the

nature of the school situation holds the key to understanding why

principals behave as they do, and why some schools and some principals

are more effective than others. A descriptive understanding of the work

sltuation encountered by a principal will enable one to (A) explain why

principals behave as they do, and (B) prescribe changes in behavior (or

requisite knowledge, skills, and personal dispositions) directed at



mna appropriate "fit" between the requirements of tie situation and the

utions and orientations of the principal.

The call for more and better instructional leadership is a "pres-

cription" that reflects virtually no understanding or recognition of the

realities of tlhe school work situation encountered by the principal. A

We sketch of important aspects of the school administrator's work

situation is offered next, and is followed by a more detailed examina-
tiM of "moral imagination" and "interpersonal competence" two

lower-order concepts which illuminate important dimensions of the work

d principals , and which are grounded in an understanding of the nature

of the school work situation itself.

The Work Situationin_ Schools.

As stated eNurlier, the notion of effectiveness guiding the

digussion is one which focuses attention on the match or the "degree of

fit' between the demands of the situation and the knowledge, skills, and

clispositicms crf the actor in that situation, in this case the school

principal . Any effort to describe or explain what school administrators

do at work must conceive of that behavior as a function of the

individual's perception of and interaction within the school situation

(LeOn, 1951; Blumberg and Greenfield, 1986). Ten features of the

school principal 's work situation are briefly outlined below:
1. The rOiationship between a school and its larger system, the

distr-ict, is loose. Each school is a more or less
self-contained entity, and its primary _concerns are its
immediate participants and setting. The relationships between
principals are transitory _and tend _to be based on
interpersonal friendships. The focus of the principal is
inward, giving primary attention .to what is occurrino in his
or her school, In Weick's (1976) terms, schools are
loose0y-coupled to one another and, by and large, to the
Central Office.

7
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2. The dominant values_ in the larger system are "peace-keeping"
and lofilty.. Keeping the sc)ool and the district running
smoothlland communicating 101cwity to superiors are uppermost
in the dgls of school admiatistrators, and serve to foster the
stabilitlof an organizatior that is extremely susceptible to
parentalmd community presssoure and other external influences
on one4schoo1.

3. The_demnds placed on the Emschool principal are frequent and
variedond call for quick rooesponses. This fosters a reactive
stance uthe part of the principal, and much that occurs does
so unpredictably. The work setting is full of uncertainties.
The schulprincipal never komnows what the next demand will be,
how_ problematic it will be, or whether it will be associated
with a teacher, student, pa-irent, or some other actor in the
system; th addition to ."peopnle" demands there are those that
might be termed mechaniceEal or physical (malfunctioning
equipmed and school suppcmrt facilities) in nature. As
Wolcott,(1973) observed, vir1Mtually every problem that arises
i5 viewdas important by a sE;chooi principal.

4. Teachers have total_ responsibility for production
(instructhn) in their classrooms, the effect of one teacher's
work onnother is hard to c=liscern. What occurs between one
teacherand another or betweeEni a teacher and the principal has
no necoary bearing upon what happens elsewhere in the
school, end how well a teachmer does his/her job bears little
immediat relation to the c--,ffectiveness of other teachers.
The teadm's view of the scillool is not one of organizational
membership, but rather "a cmlace where I teach." There is
little agern by most teach ers for what occurs beyond their
classroomdmr.

5. The worktiTort of the princi pal tends to focus on individuals
rather tbm groups, and thi2m is reinforced by the norms of
teachersais a group. Efforts to introduce change tend to
emphasizi.htanges in indivictival behaviors, not group norms.
As nod*Iin early conceptio=rts of the administrator's role,
and in mut recent studies, 7-fts' essentially dyadic character
is centml to understandimg the nature of their work
(Coladard & Getzels, 1955; Griffiths, 1959, Dwyer et al,
1985; 81sherg & Greenfield, -1986).

6. Schools ueunder attack, ref-lect a culture built on a history
of vulnehility to the pulic, and are not very secure
environments. School goals often are ambiguous, it is
difficultto demonstrate effectiveness to the public, and
schools often are unsure of7 their very reason for being.
Schools are ontologically insEsecure organizations (Blumberg &
Greenfield,1986).

7 In part 0 to multiple and eembiguous goals and a relatively
low level of codified techrrlical knowledge about effective
teaching ractices, teachers and principals confront a
normativety complex situatiorts characterized by competing and
sometimesconflicting standar-ds of good practice. This is

8
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exacerbated by a heterogeneous clientele, a teacher culture
which values .individual autonomy with regard to teaching
practices, and a tradition. that _emphasize! "learning-by-
doing", "doing it on you own", and "getting through the day."
It is not_ a reflective culture, places a low value on
technical knowledge and evaluation of practice, essentially
abdicating group standards. There is little discussion of or
consensus about standards of good practice.

8. The work that occurs in schools is mediated through dyadic and
larger-group interactions. The school is a highly normative
social situation, and this places a heavy reliance upon
interpersonal exchanges as _the primary vehicle through which
teachers and principals influence one another, children, and
others. Communication is primarily verbal and face-to- face.

9. The social order in schools is transitory, highly vulnerable
to internal and external threats to stability, and always
subject to _renegotiation. A complex of professional,
organizational, eul_tural, and environmental forces come
together in a school, and there is on-going competition and
conflict relative to the distribution of ideological and other
resources. The school is a political arena and principals and
teachers are critical political actors in the game_ of
schooling, with some having more influence than others (Wiles,
1981; Burlingame, 1986).

10. Unlike counterparts in other sectors, school principals tend
to have few assistants or specialized (non-teaching) staff
under their immediate control, particularly in elementary
schools. While middle and secondary schools usually have
larger administrative staffs, the size generally is small
(liven the overall size of the enterprise. It is not .uncommon,
for example, for an elementary principal to supervise 30 or
more teachers with no assistant principal. The average span
of control of supervisors in industry and other work sectors
is considerably more narrow.

The preceding comments suggest only some of the features of the

work situation encountered by a school principal. There are other

features and many school researchers have written much more extensively

and insightfully about these matters (Waller, 1932; Bidwell, 1965;

Jackson, 1968; Goslin, 1965; Dreeben, 1970; Becker, 1980; Lortie, 1978

and 1983; Wolcott, 1973; Burlingame, 1979; Morris et al, 1981; Little,

1986; Dwyer & Smith, 1986; Sarason, 1985 & 1971; Cusick, 1983;

Sergiovanni, 1984). The point the writer wishes to emphasize is that a

9



great deal is known about the character of the school as a work setting. _

Yet, in discussions or studies of administrator and school effective

ness, little attention is given to what might be called the "situational

imperatives" in schools.

One may agree or disagree that the described situation isor is not

desirable, but that misses the point. The reality is that the school

situation represents a set of circumstances to which CE school

administrator must respond. Calling for new responses without a

recognition of what the situation actually demands of school principals

is futile vis a vis efforts to improve schools or to make principals

more effective. School principals can be equipped with the howledge

and skills needed to lead and manage schools well, and to improve

teaching conditions for teachers and learning opportunities for

children. Indeed, if the way the school is administered is ng changed

thcre will be no discernable changes in the school situatio itself.

Schools in the year 2036 will look much like schools do today, and as

they did in 1936. However, proposed changes in the way schools are to

be administered will only be effective to the extent that they are

responsive to the actual demands of that work setting.

In order to chan22_the_wgy schools are administered it in prt Will

be necessaLl to e rinci als wi h knowledge, skills, anddis osi-

tions that fit the re uirements of_the school situation. In shor

will be necessary to attach much greater importance to the matchbetween

personal qualities of principals and the demands of the work situation

than has been the practice historically. There are many personal

qualities that may be important (and some of these, such as

intelligente, have been validated empirically), but only two are

10
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Studies of the work of school principals and effective schools

increffingly perhqt to the significance of aspects of the work itself and

contexthol properties of the school, its environment, and its history as

imporbmt determinants of the activities of principals and teachers and

instructional outcomes for children (Cuban 1984; Manasse, 1985; Dwyer

and Smith, 1986). However, while these are important new directions and

are t4 be encouraged, personal qualities of the individual teacher or

the principal continue to receive extremely limited attention, either hy

researders or- by those concerned with staff development programs and

associMA efforts aimed at improving the day-to-day performance of

Awofesflomal educators. The issue is not to emphasize the importance of

traits,attitudes and other individual characteristics per se (Bridges,

1982),but ratiher to understand the relationships between the knowledge,

skills, and dispositions of individuals and characteristics of the

situation in tminich they work. This strategy assumes that individual

effectimess In a given situation is in large part a function of the

degreeof match between the demands of the situation and the knowledge,

skills, and dispositions of the individual (Becker, 1964; and Schein

1978).

While reliationships between the personal qualities of school

adiwinistntors and elements of the school work culture and

organiutkmal context are not well understood, evidence does suggest

that the chara.cter of the principal is central to leading a school

effectivOy (Blumberg and Greenfield, 1986). Their initial study (1980)

identified vision, initiative, and resourcefulness as three key elements

associated with a principal's effectiveness, and resulted in the

developumt of a "grounded" or middle-range theory of leading and
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managing a school. Given certain features of the role of principal

which derive both from the larger system and from the school itself,

Blumberg and Greenfield speculate that several personal qualities

characterize the principal who would lead a school well:

Being highly goal oriented and having a keen sense of clarity
regarding_instructional and organizational goals;
having a high degree of personal security and a well developed
sense of themselves as persons;
having a high tolerance for ambiguity and a marked tendency to
test the_ limits of the interpersonal and organizational
systems they encounter;
being inclined to approach problems from a highly analytical
perspective and being highly sensitive to the dynamics of
power in both the larger systems and in their own school;
being inclined to be proactive rather than reactive--to be in
charge of the job and not let the job be in charge of them;
having_a high need to control a situation and low needs to be
controlled by others--they like being in charge of things and
initiating_ action;
having high needs to express warmth and affection toward
others, and to receive it--being inclined toward friendliness
and good-natured fellowship; and,
having high needs to include others in projects on problem_
-solving, and moderate to high needs to want others to include
them.

(1986: 182-185)

Their discussion of the results of a follow-up study of the

principals who participated in the original investigation emphasizes the

"embeddedness" of the principalship in the school culture, and lends

additional support to the idea that the personal qualities of school

principals are instrumental determinants of their success in coming to

terms with a school's culture, the value orientations of teachers as a

social group, and the larger organizational and community context in

which the school in situated (1986).

Although there has been only limited study of the specific

"qualities of person" presumed to characterize those who would enact an

instructional leadership conception of the principaiShip (Debevoise,

1984), current images of that role usually contain three key ideas: (1)

1 3
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that the effective principal holds an image or a vision of what he or

she wants to accomplish; (2) that this vision serves as a general guide

for the principal as he or she sets about the activities of managing and

leading a school; and (3) that the focus of the principal's work

activity should be upon matters related to instruction and the classroom

performances of teachers (Manasse, 1985; Strother, 1983). Like many

others, the writer agrees that a school principal can and should be

instrumental in determining the direction and effectiveness of school

programs, and that "vision" is a critical antecedent to effective school

administration.

Why is this so? What is the relationship between this personal

quality of the principal and the nature of the school work situation?

The purpose of the next section is to examine the concept of "visior"

and to explore its fuller meaning vis a vis the nature of the school as

a work setting. The discussion will then turn to a consideration of

factors which may be instrumental in the development of school

administrators capable of "vision" and committed to leading and managing

schools well and improving instruction.

School Administration: Values in Action

School administration is refered to here as actions undertaken with

the intention of developing a productive and satisfying working

environment for teachers and desirable learning conditions and outcomes

for children. Administrators are effective to the extent that these

broad purposes are achieved in a particular school or school district.

The discussion to follow is centered on school principals, though it is

believed that the elements and conditions to be described are also



13

relevant to understanding efforts by teachers, department heads, and

others committed to school effectiveness.

Inter ersonal Com etence and Moral Ima ination

Two aspects of the work situation of principals appear critical.

Firs , decisions must be made and actions must be taken, usually in the

face of competing and conflicting norms. That is, the standards by

which others will judge whether the chosen decision or action

alternative is appropriate or effective may be unknown, unclear, or may

be different than those employed by the principal. Second, the

principal's work-world is a highly interpersonal one. Frequent verbal

exchanges and face-to-face interaction with teachers, students, parents,

supervisors, and other adults on the school scene (aides, custodians,

cafeteria workers, and security personnel, for example) characterize

much of the work of a principal. The capacity of a principal to

influence instructional and organizational arrangements thus depends to

a large degree upon his or her ability to work

through people.

There is both a factual and a value component to action.

or action alternatives always require the assignment of values

effectively with and

Decision

to facts

and the exercise of judgement in arriving at an alternative--to embark

upon one line of action versus another, or to choose one decision

alternative over another (Simon, 1957). These often are choices of

habit and may not necessarily involve deliberate and conscious choice

between competing facts and values, but action always requires that a

judgement be made. Whether by habit or by deliberation, judgements are

made as values are assigned to facts and as decision or action

alternatives are evaluated (Dewey, 1957).
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School administrat on as it is conceived here thus involves the

assignment of values to facts and the necessity to select one decision

or course of action over another. Decisions and action alternatives

often confront the principal with competing standards of goodness--the

criterion one uses as the basis for judging that one alternative is to

be preferred over others. Will it be a standard of efficiency,

friendship, good educational practice, convenience, political

expediency, or some other standard? in this sense there is a moral

component to action, ard principals or others may frequently be

confronted with moral dilemmas (Schrag, 1979; Blumberg & Greenfield,

1986; Greenfield, 1986). The concept of "moral imagination" is

discussed next to suggest aspects of the processes by which one evolves

a "vision" regarding the educational or organizational arrangements in

one's school.

Moral Imagination

Moral imagination refers to the inclination of a person to see that

the world, in this case the school and the associated activities of

teaching and learning, need not remain as it is--that it is possible for

it to be otherwise and to be better (Green, 1984). It is the ability

to see the discrepancy between how things are and how they might be--not

in terms of the ideal, but in terms of what is possible given a

particular school situation. This is the element of "imagined"

possibility.

It is "moral" imagination because the discrepancy, the possibility

envisioned, is rooted in an awareness of and a commitment to the

standards of good practice, of effective schools and good teaching, that

characterize membership in the normative community of educators. Thus,

it is "moral" in that it is the application of some standard of goodness

16
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that illuminates the discrepancy between the present and what is

possible, and Letter.

Evolving a vision thus entails the exercise of moral irlagination.

The latter is a process that involves observation of the current state

of affairs in a school and the making of a judgement as to whether or

not the current state is satisfactory. Implicit in the activity of

making a judgement is the application of some standard of goodness. It

is a consideration of what is observed in li ht of the standard applied

that results in the decision to leave things as they are, or to try and

change them for the better. Engaging in this process is thus requisite

to the development of a "vision" of what might be both possible and

better, in a particular school situation.

Given the desire to pursue some more desirable alternative,

relative to what is observed in the present, the principal must then act

to realize those objectives. He or she must articulate the vision to

others, and move others to action aimed at achieving or at least working

toward the desired state. Because the school setting is essentially a

social situation, the principal's primary means of influencing what

happens in a school is to work with and through teachers and others.

"Interpersonal competence" thus is central in articulating one's vision

to others and to influencing others to act on that vision (Argyris,

1962).

_nterpersonal Competence

The daily work of the principal is characterized by an endless

series of brief interpersonal encounters and exchanges with students,

teachers, parents, superiors, and others (Peterson, 1978). To

paraphrase a recent study of principals, "talk 's the work" (Gronn,

1983). The medium of the work is verbal, and it frequently involves

1 7
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face-to-face interaction (Wolcott, 1973). The social order negotiated

by the principal is highly complex and often is characterized by

competing norms and expectations, and it is not unusual that

misunderstandings, conflict and miscommunication occur .Dwyer, et al,

1984 & 1985; Lortie, Crow, & Prolman 1983; and Morris et al, 1981).

Interpersonal competence refers to the knowledge and skills that

enable an individual to shape the responses he or she gets from others

(Foote and Cottrell, 1955). In an extension of that idea, Weinstein

(1969) conceptualizes interpersonal competence as the interrelation of

ten basic elements:

Interpersonal task - The response one actor is intending to elicit
from another.

Interpersonal competence - Being able to achieve interpersonal
tasks.

Lines of action - What one actor actually does to elicit a desired
task response from another.

Encounter - Any contact between people that involves an
interpersonal task by at least one party to the exchange.

Situation - All the potentially meaningful stimuli present in an
encounter.

Defining the situation - The process by which participants in an
encounter select and organize situational stimuli_ into a
coherent understanding of what is actually occurring during an
encounter.

Projected definition of the situation - These are lines of action
by one actor intended to influence another actor's definition
of the situation.

Working consensus - This is the definition of the situation to
which participants in the encounter jointly subscribe.

Situational identity - All relevant situational characteristics
determining who the actors are and what they represent to one
another.

Identity bargaining - The process by which actors influence their
own or each other's situational identity.

The last concept, that of identity bargaining, is pivotal (Weinstein:

757). Identity bargaining is the process through which one shapes the

situational identity projected and maintained for one's self and for

others, and it is this situational identity which determines one's

ability to influence another; that is, to get the desired response. The
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ce-to-face interaction (Wolcott, 1973). The social order negotiated

the principal is highly complex and often is characterized by

veting norms and expectations, and it is not unusual that

sunderstandings, conflict and miscommunication occur (Dwyer, et al,

34 & 1985; Lortie, Crow, & Prolman, 1983; and Morris et al, 1981).

Interpersonal competence refers to the knowledge and skills that

Ible an individual to shape the responses he or she gets from others

)ote and Cottrell, 1955). In an extension of that idea, Weinstein

)69) conceptualizes interpersonal competence as the interrelation of

1 basic elements:

Interpersonal task - The response one actor is intending to elicit
from another.

Interpersonal competence - Being able to achieve interpersonal
tasks.

Lines of action - What one actor actually does to elicit a desired
task response from another.

Encounter - Any contact between people that involves an
interpersonal task by at least one party to_the exchange.

Situation - All the potentially meaningful stimuli present in an
encounter.

Defining the situation - The process by which participants in an
encounter select and organize situational stimuli_ into a
coherent understanding of what is actually occurring during an
encounter.

Projected definition of the situation - These are lines of action
by one actor intended to influence another actor's definition
of the situation.

Working consensus - This is the definition of the situation to
which participants in the encounter jointly subscribe.

Situational identity - All relevant situational characteristics
determining who the actors are and what they represent to one
another.

Identity bargainino - The process by which actors influence their
own or each other's situational identity.

last concept, that of identity bargaining, is pivotal (Weinstein:

identity bargaining is the process through which one shapes the

Jational identity projected and maintained for one's self and for

?rs, and it is this situational identity which determines one's

lity to influence another; that is, to get the desired response. The
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Being interpersonally competent therefore requires that one have in

his or her possession a fairly extensive set of possible lines of action

to enact. The idea of being interpersonally competent as a principal

thus implies not only a good deal of famdliarity with the work of

teachers, b t also requires that the principal be knowledgeable about

the viewpoints that teachers hold of themselves, their students and

colleagues, and of their work.

To summarize the discussion to this point, two major ideas have

been suggested as the cornerstones of effective school administration.

The ability to exercise "moral imagination" underlies one's capacity to

develop a compelling vision regarding what it is possible and desirable

to acnieve in a given school situation, vis a vis more effective

instructional practices and organizational arrangements. "Interpersonal

competence', the ability to elicit desired task responses from another,

refers to the knowledge and skills needed to influence teachers and

others in desired directions.

In each instance a Judgement must be made. One must apply some

standard of goodness a, the basis for deciding upon a preferred course

of action. The chosen course of action may be aimed at eliciting a

desired task behavior from an other in the immediate situation, such as

influencing a teacher to experiment with an alternative method of

instruction or another way to manage student behavior. On a larger

scale, it may be aimed at cultivating or maintaining a more encompassina

"vision" of what is possible and desirable in a given school, vis a vis

organizational and sub-group norms and practices associated with

effective instruction, improved school-community relations, or other

2 0
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activities or outcomes. In both cases, standards of goodness are

applied and a judgement is made.

Neither the exercise moral imagination nor being interpersonally

competent occurs in a contextual vacuum. In both cases one is

constrained by and must be sensitive to the realities and the limits

characterizing a particular school, a group of students, or a particular

teacher or group of teachers. The exercise of moral imagination thus is

the ability to see the discrepancy between how things are and how they

might be--not in terms of the ideal, but in terms of what is possible

given a particular individual, group, or school situation.

In order to administer a school well, it is proposed that one must

have a "vision" of what is desirable and possible in that school's

context, and one must also be able to mobilize others to work to achieve

those possibilities. Administering a school well thus requires that one

be knowledgeable about and committed to the standards of good

educational practice, and that one be interpersonally competent and

able to articulate those possibilities to others, and thereby to move

others to action to work toward those goals.

Developing .Inter ersonal Com etence And a_Capacity for Exercising Moral

.Imagination

How do school administrators become interpersonally competent, and

how do they develop their capacity to exercise moral imagination? If,

indeed, these two personal qualities are antecedent to one's ability to

manage and lead a school well, can their development be guided or

cultivated by a school district or by a professional preparation program

in educational administration? The writer believes that the second

question can be answered affirmatively, and that knowing how to

21
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cultivate these two personal qualities depends upon answering the first

question--how are these qualities developed; by what processes?

Socialization theory offers a number of useful ideas and serves as a

general framework guiding the discussion to follow.

Socialization refers to the processes and conditions which mediate

the acquisition of knowledge, skills, beliefs, and personal dispositions

required to perform a given role satisfactorily (Brim and Wheeler,

1966). The processes by which this occurs can be differentiated into

those which are formal and those which are informal. FoTtlkl_Rrocesses

refer to role-learning situations in which both the role of learner and

the material to be learned are specified in advance. One example is a

professional preparation program designed to train and develop

prospective school administrators. Another example is -ound in staff

development programs and inservice education activities sponsored bv

school districts and professional associations.

Informal socialization rocesses refer to those in which neither

the role of learner nor the material to be learned are specified. One

example is the process encountered by a newcomer to the school setting.

Although neither the "learner" role nor the "lessons to be learned" are

formally specified in advance, the rookie teacher quickly learns the

"do's" and "dont's" of what it means to be a teacher in that school.

The informal group norms are passed on fairly quickly by "old hands",

and the "rookie" who deviates from those norms is likely to experience

difficulty in gaining acceptance by the group. Another example is the

informal learning that occurs as one makes the transition from teaching

to administration. Upwardly-mobile teachers take on more and more of

the values and orientations of the administrator group, and begin to



develop administrative skills and values as they engage in administra-

tive activities and interact more frequently with administrators

(Greenfield, 1985a). In both cases the learner role and the material to

be learned are not clearly specified--yet much role-relevant learning

nevertheless occurs.

In addition to these formal and informal role-learning processes,

socialization theory points to important variations in the "content" to

be learned. Socialization outcomes can be characterized as moral or

technical (Bidwell, 1965). Moral outcomes refer to the sentiments,

beliefs, standards of practice, and value orientations characterizing

the reference group in which one holds or seeks membership. Technical

outcomes refer to the instrumental knowledge and skills required to

satisfactorily perform tasks associated with a given role or status.

Moral and technical learning outcomes can be influenced by formal

as well as informal socialization processes. In educational

administration, as in many other fields of practice, efforts to develop

the capabilities of prospective practitioners tend to emphasize

technical knowledge and skills, and depend primarily upon formal rather

than informl processes. However, moral socialization outcomes

generally receive little explicit attention through formal processes,

and thus the development oi beliefs, values, and role-relevent

sentiments and personal dispositions tends to occur informally in school

settings. As a result, what one learns s highly variable and depends

upon the character of the individuals with whom one associates, what

kind of work one does, and the culture that characterizes a particular

work group or school setting (Greenfield, 1985b).
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Four basic relationships describe the conditions which influence

the socialization of school administrators, and these are depicted in

Figure 1 as the interaction between the nature of the material to be

learned (moral and technical) and the processes by which such learning

occurs (formal and informal). Cell I represents the current focus of

formal efforts to help school administrators acquire the technical

knowledge and skills needed to perform administrative tasks and duties.

The examples reflected in this cell are illustrative of the kinds of

formal activities employed to influence the technical role-learning of

administrators. Cell II suggests potential sources of formal moral

development, but tends not to be fully exploited in current practice;

the formal learning that occurs is likely to be rather limited in scope

and rarely is an explicit socialization target in either graduate

programs or inservice programs.

Cells III and IV represent informal "on-the-job" learning

opportunities, with technical knowledge and skill being the focus in

Cell III, and group norms, individual values, and standards of practice

being the focus in Cell IV. These two cells represent the most complex

[Figure I]

learning conditions for two reasons. First, the material itself is not

formally specified. What is learned comes through informal association

with others and as a result of doing particular tasks. Second, in

actual practice there is often a moral dimension to the technical skill

or knowledge to be acquired. In other words, "some" techniques or "ways

of doing things" are prefered over others. They may or may not be more

effective in an empirical sense, but they frequently are assumed to be

effective, and they almost always are viewed as "appropriate" or as
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"bette " than another alternative. This may occur for several reasons.

The emphasis on some skills but not others, and the value attributed to

some facts and not others may be influenced by various elements: a

school's history and its immediate context; the culture of the work

group; the values and dispositions of influentials in the setting;

traditions within the community; and perhaps the reality that a given

practice "works"--or at least appears to given the criteria applied by

the actors involved.

The preceding discussion identified formal and informal processes

by which the development of moral imagination and interpersonal

competence are believed to occur. The framework depicted in Figure I

suggested that the knowledge and skills requisite to developing and

articulating a "vision" of desirable instructional and organizational

arrangements in a school have both a technical and a moral component,

and, to the extent that one develops these personal qualities, they tend

be learned informally, rather than deliberately.

Implications for Administrator Preparation

The school is a normatively complex and ambiguous organizational

setting where-in one encounters numerous moral dilemmas. A principal is

regularly confronted by the necessity to take action or make a decision

in the face of competing and often conflicting standards of goodness;

hence, the importance of the ability to exercise moral imagination.

Further, the school situation is essentially social in character, and if

the principal is to influence instructional and organizational

arrangements, he or she is constrained by the necessity to work closely

with and through people; hence, the importance of being interpersonally

competent. The discussion to follow suggests that the two personal

25
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qualities of moral imagination and interpersonal competence can be

deliberately developed and cultivated, and that graduate preparation and

staff development and inservice programs can be more effective than

they currently are in helping prospective school adminiStrators develop

these qualities.

Developing Moral Imaginaion

Moral imagination requires technical skills in observation and

analysis as well as formal knowledge about alternative standards of good

practice--the criteria by which one judges the desirability of a given

situation, relative to what is possible. The technical skills of

observation, data collection and analysis could be the focus of formal

learning activities in Cell I, and proficiency would be fairly easy to

determine. Standards of good practice, the criteria applied in the

process of determining the value of alternatives and judging which

alternative is to be preferred, would be the province of formal learning

in Cell II. Proficiency regarding an individual's knowledge of

standards (normative as well as empirical), and skills in developing and

defending competing arguments related to those standards, could be

assessed rather easily through oral or written examination, or perhaps

through evaluation of a number of short "position papers' or "cases"

written b.! the candidate.

It is not suggested that prospective or practicing administrators

be indoctrinated, but rather that they be deliberately introduced to

alternative empirical and normative standards of effective practice, and

that they be provided with formally designed opportunities to apply

t;lose standards in simulated conditions: to practice resolving value

conflicts; to engage in discussions of standards; and to prepare
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defenses of the relative merits of one standard of practice over

another. In short formal moral socialization efforts (Cell II) would

attempt to assure that prospective school administrators become informed

of competing standards of good practice, and that they have

opportunities to practice making and defending their decisions regarding

the alternatives they believe would be most desirable in given

situations.

Administering and leading a school requires actions and decisions,

and doing so involves reliance on both moral and technical knowledge and

skill. It is proposed that providing administrators with deliberately

conceived opportunities to acquire and use knowledge about competing

standards of good and effective practice will increase their capacity to

exercise moral imagination, and will increase the likelihood that they

will be able to manaae and lead a school well.

Developing Interpersonal Competence

How do school administrators develop interpersonal competence? The

dominant mode at present occurs informally as depicted in Cells III and

IV, although it is true that limited opportunities exist in some

preparation programs and through some inservice programs workshops in

conflict management, communications, and interpersonal skill

development, for example). However, those formal opportunities which do

exist are for the most part found in only a few preparation and

inservice programs, and the focus is likely to be limited only to the

interpersonal skill dimension.

As described in the preceding section, interpersonal competence

calls not only for certain skills, but also requires a great deal of

formal and informal knowle_Oe about the work activities and perspectives

of the person whom one desires to influence. Thus, to be



interpersonally competent as a school administrator, one needs certain

'lls as well as a great deal of knowlethe about teachers, the teaching

task, and teachers' views of themselves, their students, and their work.

A substantial formal knowledge base exists for all of these areas, and

much could be done through Cell I types of activities to introduce

individuals to this knowledge and to provide them with opportunities to

practice using that knowledge and the related interpersonal skills.

While the centrality of interpersonal competence to influencing others

in a school setting may seem obvious, it is an aspect of the

administrator's rola that is largely unattended to by those concerned

with understanding administrator effectiveness, and basically ignored by

those concerned with the selection, training, and development of school

administrators.

The discussion thus far has suggested several points of

intervention through formal processes. It is also possible to intervene

in informal processes, and to do so without reducing the special

"potency" that accompanies such learning conditions. Tile key strategy

available to school districts, which is where the bulk of the informal

learning occurs, is to attend more carefully to the general conditions

associated with the processes employed to recruit, select, and develop

prospective and practicing administrators. Interventions might occur in

several ways: by being sure that prospective administrators have many

practice opportunities to make judgments about instruction and

organizational arrangements and to influence teachers; by being sure

that district and school expectations for administrator and teacher
_

practices are clearly communicated and reinforced, and that they reflect
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what is known empirically about effective practice; and by being sure

that prospective leaders are exposed to good role-modelsthose who have

demonstrated their capacity to exercise moral imagination and their

interpersonal competence with teachers and others. The basic issue is

not to "formalize" the informal, but rather to capitalize on what is

known to occur informally by shaping and structuring the circumstances

thragh which those learning processes unfold.

Conclusion

The major thesis advanced in the preceding analysis that one's

effectiveness in a given work role, such as that :If school principal, is

largely a function -f the degree of match or "fit" between personal

qualities and orientations of the individual and the demands of the work

situation itself. One's ability to exercise moral imagination and one's

level of interpersonal competence were suggested as instrumental

personal qualities determinant of one's ability to lead and manage a

school well.

Demands of the work situation in schools were discussed briefly.

The school work setting was conceptualized as a normatively complex and

highly ambiguous social situation characterized by multiple and

frequently conflicting standards of goodness that are maintained or

changed primarily through interpersonal interactions among participants

in the situation. Schools reflect a social order negotiated within a

complex set of professional, organizational, cultural, and environmental

constraints and opportunities, and is always subject to renegotiation.

It is thus a "temporary" order, highly susceptible to internal and

external threats to stability.
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An excellent illustration the "demands" of the work situation

characterizing schools may be found in the seven case studies of

principals at work, recently completed by the Far West Laboratory (Dwyer

et al, 1985). Those data make it abundantly clear thA
.. a principal's

work is largely social in character, that there is a significant moral

dimension to the work, and that their behavior at work is largely a

function of the interaction between the demands of the situation (as

perceived by the principal), and the personal qualities and orientations

characterizing the principal (the knowledge, skills, values, and motives

that an individual brings to bear on the situation).

The seven cases provide an important record of the consequences for

school principals of differences in school and community contexts, and

they illustrate important connections between the backgrounds and

orientations of principals, school and community contexts, and the

routine behaviors and activities by which principals influence and

develop a school's culture. These routine behaviors and activities

serve to reenforce and develop the vision held for his or her school by

the principal; a vision operationalized in terms of specific initiatives

aimed at cultivating an instructional climate and organization designed

to achieve particular student outcomes. The school principal i-: a key

agent in shaping and reenforcing a school's culture.

These case study data and other studies of principals at work

provided the basis for the ideas developed in the paper. The work of

the principal was examined from a "values in action" perspective, and

consideration was given to the concept of vision and its import vis a

vis characteristics of the school situation. Two lower-order concept

moral imagination and interpersonal competence, were discussed in terms
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of understanding the factors which underly the development of vision

and its articulation to and acceptance by others, and (2) identifying

aspects of the work situation itself which mitigate the development of

consensus regarding purposes and practices among school participants.

Consideration was then given to describing the factors which contribute

to the development of one's capacity to exercise moral imagination and

ability to be interpersonally competent. Formal and informal influences

on the moral and technical learning of administrators were discussed,

suggesting various po nts of intervention having the potential to shape

role learning outcomes.

The propositions concluding this report highlight the interplay

between moral, social, and technical dimensions of the work of school

administrators, and focus on relationships between those demands and the

formal and informal role-learning processes by which administrators

acquire the knowledge, skills, values, and dispositions required by the

work situation. Effectiveness in the role is a function of the degree

of fit between the demands of the situation and the knowledge, skills,

and orientations of the administrator. Preparation programs will become

more effective to the extent that they reflect role-appropriate learning

opportunities.

1. The constraints and opportunities characterizing the

principal's work situation differ from one school to another,

and these differences in the work situation are attributable

to differences in institutional and community context and

culture. What works well in one setting may be impossible or

inappropriate in another setting.

2. Effect ie principals are responsive to the situational

imperat'ves characterizing their particular school. The

charac of the principal's response to the demands of the
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situation is largely a function of the principal's background

and orientation--the specific knowledge, skills, values, and
motives characterizing the principal. These personal

qualities shape what a principal perceives as problematic or

important in the situation, and inform the actions taken in

response to those priorities and problems.

Effective principals are able to articulate a coherent and

compelling vision to others regarding school purposes and
practices. Developing and articulating one's vision requires
the exercise of moral imagination and interpersonal
competence. There are competing standards of goodness to be

applied, consensus on means and ends is difficult to obtain
and sustain, and working with and through others on a

face-to-face basis is the primary means through which

others are influenced to act in preferred ways and in support
of preferred goals.

4. Whether conceptualized as problem-solving, decision-making,

leading, or managing, the activity of valuing is central to
being a principal. Judgements are made and actions are taken,
and whether by habit or through deliberate reflection,

effective school principals actively communicate their

priorities, values, and beliefs to others through what they do

and say, what they pay attention to, and how they respond to
crises.

5. There are moral, social, and technical dimensions to the work

of school principals, and while many of the routine activities

and behaviors of principals cannot be adequately described or

interpreted as leading or managing, they are never-the-less

central to their ability to sustain or change a school's

culture.

6. Prospective and practicing principals can develop their

ability to exercise moral imagination and their interpersonal

32
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competence, and to the extent that they become more cognizant

of these dimensiom of their t.../ork they will be more effective

in that role.

Formal graduate programs prepaLrhrIg school principals will be

perceived by gradoiM2s as effe-ctive to the extent that program

participants have extensive cDpportunities to gain knowledge
about alternative standards of good practice regarding

instructional and organizatI7onal arrangements, about the

dynamics of group and intl.rpersonal behavior, and about

teachers and their views of' themselves, their work, one

another, and the school princi zpal

8. Formal graduate pnwation prc)grams will be perceived as

effective to the uthnt that they provide participants with

realistic and frequert opport=unities to practice using the

knowledge and skillsnated abovide in proposition seven.
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